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Introduction 
This paper discusses the implementation of an inclusive curriculum in 
social work education, in response to an Inclusive Curriculum project at 
the University of South Australia which aimed to develop principles and 
policies of inclusivity in curriculum within national priorities. The concept 
of 'inclusivity' is located within theories of identity, and international 
developments on inclusive education. We discuss the articulation of ideas 
on inclusivity in social work education through the 'personal story' of .an 
individual social work educator's practices within organizational policies 
and structures. We show how an educator's 'personal story' is positioned 
within particular perspectives of knowledge and pedagogy, and influenced 
by other personal stories that produced a particular response to imple-
menting an inclusive curriculum in social work. 
Inclusivity: concepts of identity and diversity and their 
implications for policy 
'Inclusivity' as a concept in contemporary Western democracies like the 
UK, the USA, Canada and Australia has had different traditions and mean-
ings, associated with public-policy responses to feminism and increasing 
cultural and social diversity (Braham et al. 1992, Croft and Beresford 1996, 
Charles 2000). Challenges to male privilege by second-wave feminism have 
been extended by policies on anti-racism, multiculturalism and cultural 
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diversity, that recognize previously invisible and dispossessed indigenous 
peoples (Morse 1983, Dorset 1995, Wunder 1998, Bennett 1999), and 
changes to national population profiles resulting from post-War and 
post-colonial migration (Solomos 1992, Jamrozik et al. 1995, 
Cunningham 1996). New social movements influence political and social 
recognition of population diversity by promoting a social justice agenda: to 
be socially inclusive and to achieve citizenship rights for all people (Young 
1990, Charles 2000). Post-modern, post-structural and post-colonial the-
ories of identity, through narratives of oppression and marginality, offer 
profound insights into the consequences of agendas and practices of dom-
ination and exclusion (Said 1978, Rintoul 1993, Williams 1993, Roseneil 
and Seymour 1999). In particular, a politics of difference is associated with 
'politicized knowledge' (Weedon 1999: 3), meaning that knowledge is a site 
of power, and the exclusion of marginalized voices, world-views and ways 
of knowing as irrational, mythical, subversive or plain wrong, must be 
contested. Thus, claims for inclusion necessitate an assertion of previously 
marginalized and invisible identities and knowledge into 'public', 'political' 
and 'academic' space (Rattansi 1992, hooks 1994, Kothari 1997). 
Equal opportunity and affirmative action legislation and policies have 
been, to some extent, instrumental in implementing these different 
agendas, in a variety of institutional programmes including tertiary educa-
tion (Clark and Postle 1997). The term 'inclusive curriculum' is applied 
where the focus is on different pedagogies that address 'inclusivity' at the 
academy (hooks 1994, Willis 1996a, b, Nunan et al. 2000), conditional on 
the various underlying assumptions about 'diversity' and 'difference'. 
The concept and purpose of an 'inclusive curriculum' is multi-dimen-
sional and many-faceted. Social work education has long acknowledged the 
need to educate students in the social and cultural dimensions of their 
professional responsibilities (Dominelli 1997), and this is certainly one 
dimension of an inclusive curriculum. To social work educators, like 
many others in the academy, an inclusive curriculum means developing a 
syllabus, and employing teaching and assessment methods, which respect 
and acknowledge the values, perspectives, and experiences brought to the 
classroom by students from diverse backgrounds (Sacco 1996, George et al. 
1998). A culture of inclusivity is especially important in the social work 
academy, in order to raise future practitioners' awareness of the need for 
inclusive social work practice, as an extension of the political objectives of 
social work that go beyond the valuing of individual differences per se. The 
achievement of social work's political objective of social justice necessitates 
an understanding of the politics of difference, whether between individuals 
or groups, and the inequalities of power as a consequence of difference 
(Young 1990), e.g. sexism, racism, homophobia and disabling practices 
(Dominelli 1997). 
In this paper, we discuss how an 'inclusive curriculum' was imple-
mented in an academic social work programme as part of a university-
wide project. vVe discuss 'implementation' as both an institutional process 
by which policy was formulated and disseminated, and a reflexive practice, 
by which an individual social work academic interpreted and applied orga-
nizational policies in her teaching. This approach is based on the assump-
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tion that all practitioners interpret policy when working with people within 
specific contexts. 
To characterize an approach by which each author represents a parti-
cular aspect of policy implementation, we have employed a device known as 
a 'mixed genre' (Richardson 1994: 522), and written this paper in two 
voices. In Part 1, the second author, as the Project Coordinator for 
policy development and institutional implementation, writes in ~ ... l 'imper-
sonal, third person voice' (Richardson 1994: 520). She sets out those issues 
that needed to be addressed institutionally, including 'What is an inclusive 
curriculum?' and 'Why be inclusive?' and describes the organizational 
structures within which individual educators practised, as a particular orga-
nizational version of an international agenda on inclusive education. 
The first author, a social work educator, was one of many academics 
who were influenced by this institutional approach to inclusivity. In Part 2, 
she examines the theoretical and practical issues involved in developing 
inclusive undergraduate curricula in social work courses, and discusses 
her OVln practices using a 'self-reflexive' voice (Richardson 1994: 523). 
Through the self-reflexive voice, the first author is positioned as the 'I', 
as both educator and author within the organizational policies and struc-
tures outlined in Part 1. The self-reflexive voice as a feature of 'auto/bio-
graphical' writing (Stanley 1992) or the 'personal story' offers insights into 
wider social changes that 'impact on collectivities of individual lives and 
careers' (Stanley 1997a: 7). The personal story is not an idiosyncratic 
account, but is constructed from other personal stories and positioned in 
relation to them, within more macro-organizational and social changes. 
The educator's personal story concludes by 'speaking up' to 'the organiza-
tion', posing critical reflections of the contradictions of policies for inclu-
sive educational practices. The concluding comments for the paper are a 
joint summary by the two authors of the linkages in this paper between 
policy as institutional rhetoric and practice as a reflexive process, offered as 
yet another story of inclusivity within an international context. 
Throughout, we hope to generate broader conceptual and practical 
understandings of 'inclusivity' in social work education beyond the particular 
organizational example discussed here. We believe that policies that aim to 
achieve social justice must move beyond bureaucratic and legalistic formats 
to a critical reflexivity and analysis of the everyday practices by individuals in 
which structural barriers to justice may be replayed and/or redressed. Young 
(1990) refers to this process as 'practical consciousness' and sees it as sig-
nificant in bringing about 'justice [within the] politics of difference'. 
Part 1: Inclusive curriculum at the University of South 
Australia 
Background to the Inclusive Curriculum Project, University of South' 
Australia 
In Australian tertiary education the issue of the inclusive curriculum was 
initially mainly influenced by international, national and institutional 
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equity and social justice policies, powerfully strengthened by funding 
which rewarded policies and practices designed to recruit and retain stu-
dents from specified 'equity groups'. Studies by Shore et al. (1993), Barnett 
et al. (1994) and Lampert and Lilley (1996) were all, for example, funded 
by 'equity' funding of one type or another. The concept of the inclusive 
cur,riculum :is now also supported by a number of additional ideological and 
political positions in the education community, described below in the 
section 'Why be inclusive?' 
One outcome of the extension of ideological interest in the inclusive 
curriculum has been an increasing recognition of its benefit to all students 
(not just the 'disadvantaged'), and a corresponding call in Australia to 
'mainstream' the inclusive curriculum as a cultural value or philosophy 
of practice (NBEET 1996, Clarke and Postle 1997). The University of 
South Australia responded to this call by setting up an 18-month 
Inclusive Curriculum Project which commenced in January 1997. The 
aim of the project was to establish policies and practices of inclusive curri-
culum design, and teaching, learning and assessment practices in all dis-
ciplines. This change in organizational approach transformed the concept 
of 'inclusivity' from being solely a remediation of marginality, to a celebra-
tion of 'diversity' and 'difference', whilst simultaneously acknowledging the 
politics and ethics of 'difference' manifested as inequality. 
The project was designed to develop flexible responses to the needs of 
organizational units in implementing an inclusive curriculum. At the start 
of the project, these needs were anticipated to be primarily academic staff 
development, and the provision of curricular examples. 
Early on in the project, however, two much more fundamental issues 
emerged as being crucial to the implementation of the project, which may 
be summarized by the questions 'why be inclusive?' and 'what is an inclu-
sive curriculum?' The first question arose because the idea of an inclusive 
curriculum both resonated with and was challenged by a number of ideo-
logical and political agendas, summarized below. The second question is 
partly influenced by the first, since understandings of the meaning of an 
inclusive curriculum are related to perceptions of its purpose. The answers 
to the second question are critical in order to structure an institutional 
framework for an inclusive curriculum. 
Why be inclusive? 
The call for an inclusive curriculum (as part of a wider concept: the inclu-
sive institution) is arising from a number of current priorities and objec-
tives in Australian higher education, similar to developments in other 
Western countries, particularly North America (BC AETT n.d., George 
et al. 1998). 
The first of these is the equity and social justice priority. While some 
universities (such as the University of South Australia) have a particular 
mandate in their founding papers to promote social justice, all Australian 
universities are required to report annually to the federal government on 
their success in recruiting, retaining and graduating students from nomi-
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nated 'equity groups'. These equity groups are: students of non-English-
speaking backgrounds (who have lived in Australia for less than ten years), 
students with disabilities, rural and isolated students, students of low socio-
economic status, and Indigenous students. An inclusive curriculum is 
viewed as a powerful vehicle for improving the recruitment, retention 
and success of these groups of students. 
On a broader 'social justice' front, many individual staff have an ideo-
logical commitment to sharing national and community benefits more equi-
tably. Admission to, and graduation from, higher education for groups 
which have traditionally been excluded, is a recognized strategy for redu-
cing structural inequities. Again, the inclusive curriculum is viewed as a 
component of the education experience which promotes the integration and 
success of students from marginalized groups. 
Second, there is the internationalization priority. Australian universities 
are becoming increasingly aware of the financial benefits arising from 
greater intake of international (overseas) students. As with the 'equity' 
priority, it is believed that a curriculum which acknowledges the values, 
perspectives and background of international students will improve recruit-
ment, retention and success of these students. 
Third, an objective closely related to the two priorities outlined aboVe, 
but with distinctive features, is celebrating diversity, with the aim of, 'fos-
tering recognition and respect of differences associated with race, ethnicity, 
gender and sexual orientation, and ensuring that 'difference' is valued and 
celebrated, rather than marginalized. A 'celebrating diversity' policy articu-
lates with, but can be distinguished from, the overtly political stance of the 
equity and social justice priorities, and from the more pragmatic (income-
generating, and employment-preparation) objectives of the 'internationali-
zation' priority. 
Another component of the 'celebrating diversity' objective intersects 
with the internationalization priority. With increasing globalization of 
employment opportunities, and the increasing diversity of the Australian 
community, there is recognition that a curriculum which 'includes' the 
values and perspectives arising from other cultures benefits all students, 
including those from dominant groups. Students of any background, it is 
argued, need to be educated for 'intercultural competence' (Luong et al. 
1996) Patrick 1997, Whalley 1997) to operate professionally in the 21 st 
century. 
Fourth, throughout the nineties there has been an emphasis on 
improving the quality of teaching and learning in Australian universities. 
Current views of good teaching and learning emphasize the necessity of 
'showing concern and respect for students', and 'engaging with students at 
their level of understanding' (Ramsden 1992: 89). 
Lastly, many Australian universities have been addressing the 'question 
of employers' expectations, and those of the community at large, of the 
generic attributes of graduates, in addition to their disciplinary expertise. 
A number of lists of 'graduate qualities' or 'graduate attributes' have been 
compiled by various national and international regulatory and professional 
bodies such as the Institution of Engineers, Australia (IEAust 1996); the 
Higher Education Quality Council, UK (HEQC 1995) British Columbia 
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Ministry of Advanced Education, Training and Technology (BC AETT 
n.d.), as well as by universities. These lists include, either as major desir-
able attributes, or in the subtext, features which notably resonate with the 
objectives of an inclusive curriculum such as social responsibility, ability to 
work in 1:eams, concern with the environment, and a global perspective. 
While, the academic staff at the university hosting the project were not 
necessarilY·,aware of all of these apparently separate ideological and prag-
matic interests in the inclusive curriculum, their willingness to engage with 
the project was noticeably influenced by their own agendas in relation to 
the institutional priorities identified above. For example, many· middle 
managers were keen to support the corporate priorities, such as measures 
to improve the university's equity statistics, income from international 
students, improving the quality of teaching and learning, or promoting 
the university's 'graduate qualities' framework for curriculum develop-
ment. 
What is an inclusive curriculum? 
While the introduction of the term 'inclusive curriculum' itself is usually 
attributed to US feminist scholars Schuster and Van Dyne (1984), the 
recognition of the power of the curriculum to create and maintain privilege 
for certain groups is a product of various social movements which have 
developed since the 1960s (Rothenberg 1996). Disciplinary areas such as 
'women's studies', 'ethnic studies' and 'multicultural studies' all arose from 
acknowledgement that the culture, values, and achievements of certain 
groups were often overlooked, or deliberately ignored, in mainstream cur-
ricuia. The term 'inclusive curriculum' may be used by any of these dis-
ciplinary areas to describe their curricula, or alternatively the terms 
'gender-inclusive curriculum' or 'culturally-inclusive curriculum' may be 
used to distinguish these particular perspectives of an inclusive curriculum. 
The term usually, however, encompasses not only a focus on gender, race 
or class, or content of the curriculum, but also appropriate pedagogic and 
assessment practices. 
A number of authors have observed that individuals or institutions 
committed to inclusivity typically approach an inclusive curriculum in 
stages (Schuster and Van Dyne 1984, Barnett et al. 1994: 18, Rosser 
1995, Parker 1996). These stages (between three and seven depending on 
the author) may range overall from providing additional support for stu-
dents identified as 'disadvantaged' to encouraging students to challenge the 
power of the curriculum to maintain advantage for certain groups. Within 
this range any or all of the following may appear, roughly in this order: 
• Managing the learning environment (not permitting racist or sexist 
comments, encouraging voices from the non-dominant groups). 
• Teaching in cooperative and interdisciplinary ways. 
• Ensuring that contributions to the discipline originating from 'other' 
cultures form part of the curriculum. 
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• Encouraging consideration of alternative gender and cultural issues 
and perspectives. 
These 'stage models' of the development of the inclusive curriculum are 
based on a linear model of change and could be described as working 
inwards towards the core content of the curriculum, having started 
by introducing inclusive teaching methods and an inclusive learning 
environment. 
In contrast to the 'stage models', Willis (1996a, b) proposes that there 
are four perspectives of the inclusive curriculum: 
• The remedial (provision to ensure all students have equal access to 
particular learning opportunities). 
• The non-discriminatory (ensuring fair learning opportunities and 
assessment practices). 
• The inclusive (redesigning what is learned, how and when, in order to 
include diversity amongst students). 
• The socially critical (using the subject 'explicitly in the service of 
social justice') (Willis 1996b: 47). 
While Willis' 'perspectives' may appear to resemble the 'stages' prop~sed 
by the other authors cited above, the difference in Willis' model is th~t it is 
non-linear. In her view, practitioners of the inclusive curriculum" may 
operate from any of the perspectives at a particular time for a particular 
purpose. Throughout their practice of the inclusive curriculum they will, 
and indeed should, constantly revisit each perspective. The Willis model 
was the one adopted by the University of South Australia to provide a 
framework with which to develop, and chart, the progress of the inclusive 
curriculum in all the university's disciplines. 
Putting an inclusive curriculum into practice: organizational policies and 
structures 
The overall aim of the project was to provide operational units (Faculties, 
Schools) with processes, procedures and support for designing inclusive 
courses and for developing inclusive teaching, learning and assessment 
practices. First, however, the project itself (i.e. its two co-directors, and 
the coordinator, the second author of this paper) needed processes to 
engage with discipline-based academic staff, in order to provide conduits 
for the project's messages, as well as articulation of the needs of these 
operational units. These communication processes were facilitated by 
each of the Faculty Deans nominating a member of their acad~mic staff 
as Faculty Representative to the project. The group of Faculty 
Representatives developed a number of functions. It became a forum for 
discussing innovative strategies for making a curriculum more inclusive, as 
well as strategies to encourage colleagues to consider the range of issues 
raised by an institutional policy of greater inclusivity. These discussions 
were particularly useful because they provided a breadth of understanding 
of cross-disciplinary issues in this field. Members of the group also pro-
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vided a resource and support network, facilitated and maintained by the 
second author as Project Coordinator. Some Faculty Representatives had 
access to formal decision-making structures, like Faculty Boards, through 
which they were able to influence how inclusivity was understood and 
implemented within the faculty, school or discipline. Other 
Representatives 4ndertook to develop a culture of inclusivity, by sup-
porting l'nnovative practices rather than creating bureaucratic reporting 
procedures and systems of compliance. 
One outcome of the Inclusive Curriculum Project at the University of 
South Australia was to link the university's desired outcomes for graduates 
(known in the university as 'Graduate Qualities') to general indicators of an 
inclusive curriculum, and to suggest educational strategies to achieve these 
indicators (University of South Australia 1998). Staff from different dis-
ciplines were encouraged to tailor these strategies for their own disciplines. 
Table 1, an extract from a document making these links, which was devel-
oped for social work education, illustrates the connections between these 
dimensions of policy and practice. Examples from it are discussed below, 
where the first author shows how she implemented organizational policies 
from her particular perspective as a social work educator. 
Part 2: Putting an inclusive curriculum policy into 
practice 
We shift here into the 'reflexive' voice of the first author, discussing how 
she, as a social work educator, engaged within organizational policies on 
inclusive curriculum. She writes in the first person, reflecting the assump-
ti,?n that educators, as practitioners, interpret policy from personal and 
intellectual positionings (Sacco 1996), thus acknowledging that another 
social work educator's practices in relation to inclusive curriculum could 
be quite different. 
Personal positionings of a social work educator: professional and 
sociological influences 
My engagement in designing and teaching social work subjects is strongly 
influenced by professional values and ethics, particularly social justice. A 
key principle of the 'core values, ideals and beliefs ... ' underlying social 
work education, expressed in Policy and Procedures for Establishing 
Eligibility for Membership of the AASW, an AASW policy document 
(1998) is that 
... These values derive from our profession's commitment to the pursuit of social 
justice, the enhancement of the quality of life, and the development of the full poten-
tial of each individual, family, group and community in society ... (p. 5) 
To me as a social work educator 'inclusivity' means social justice, and 
equity of access and participation in education for traditionally 'marginal' 
groups. These groups include for example, women in poverty or experien-
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Table 1. Extract from 'Graduate Qualities and the Inclusive Curriculum: Guidelines for 
Social Work', and internal document that extends the university's generic guidelines 
(University of South Australia 1998) for application to Social Work education. The extract, 
relating to two of the university's seven Graduate Qualities, illustrates the approach to 
developing an inclusive curriculum through the desired graduate qualities 
Quality 4: A graduate ... can work both autonomously and collaboratively as a professional 
Inclusivity indicators 
• Recognise that self direction 
may involve fundamental 
differences in approach for 
individuals from different 
groups 
• Be aware of the social and 
cultural factors in 
constructing arguments and 
negotiating with others 
• Work collaboratively in 
groups which comprise 
members from varying social 
and cultural backgrounds 
• Work in teams which 
comprise members from 
varying social and cultural 
backgrounds 
Educational strategies 
• As part of involving students 
in group work, encourage 
shared responsibility and the 
recognition and value of 
differences in opinion and 
methodology 
• Encourage both formal and 
informal collaborative work 
among students, including 
peer tutoring or mentoring 
• Provide opportunities for 
students to play different 
roles in groups and teams 
• Encourage analysis and 
appraisal of the effectiveness 
of the group process 
Discipline-specific examples 
Extract from Working with 
Ethnic Diversity 
• Ask students to organise 
themselves into small groups, 
choose one theme (from a 
provided list) to investigate, 
and develop a workshop for 
the whole group 
Extract from subject 
Contemporary Practice 
Approaches 
• In small groups students· 
identify and nominate two 
issues for research and then 
lead discussion in the whole 
group which must ,ensure 
strategies for encouraging full 
participation 
Quality 7: A graduate ... demonstrates an international perspective as a professional and as a citizen 
Inclusivity indicators 
• Appreciate the intersecting 
and sometimes conflicting 
value positions of 
multicultural Australia in 
professional practice 
• Critique international 
standards and practices 
within the notions of best 
practice of a profession 
• Unqerstand the social issues 
associated with particular 
cultural and international 
contexts 
• Demonstrate an awareness 
of the complexity of decision 
making with respect to 
various sub-groups within an 
international context 
• Demonstrate a global 
understanding of issues 
which involve considerations 
relevant to particular social 
groups as women and 
indigenous people 
Educational strategies 
• Identify examples of the 
various value positions in 
multi cultural Australia and 
their implications for the field 
or profession 
• Search out scholarship in the 
area from other cultures and 
provide opportunities for 
analysis of this scholarship 
against cultural values and 
standards 
• Compare social practices 
between cultural groups 
Discipline-specific examples 
• Extract from subject 
Contemporary Practice 
Approaches (Whyalla) 
• Student placements are 
available in India, where 
students work in a local 
social work agency, and live 
in the community 
Examples are derived from information and Detailed Subject Outlines provided by Frank Tesoriero, 
Helen Cameron and Zane ma Rhea. 
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cing domestic violence, Aboriginal people, people with disabilities, gays 
and lesbians. 'Marginal' groups also usually include ethnic minorities, 
some members of which are additionally categorized as being of 'Non-
English Speaking Background', an official category which inappropriately 
represents people of different racial and ethnic identities, linguistic differ-
ences and cultural experiences as a homogeneous group. 
However, as a social work educator, I am also influenced by a particular 
sociology of knowledge. It is not enough for me to rely on social work 
professional knowledge, without a meta-theory that allows for critical 
reflection on taken for granted and normative aspects of professional 
knowledge, processes and practices by which individuals 'become social 
workers', differentiated from people called 'clients'. From my point of 
view, this perspective is important for us as social work educators, if we 
are to avoid our own (usually unintentional) complicity with structures and 
processes which replicate inequality, through practices by which profes-
sional knowledge and identity become normative, and therefore exclusive. I 
set out below the sociological influences on my practice, because I cannot 
assume that my social work colleagues/educators necessarily share this 
positioning in relation to how they practice as educators. Experience indi-
cates that other social work educators may be positioned differently, ran-
ging from acceptance of professional knowledge as normative or adaptive, 
to critical approaches to practice influenced by other ideological positions. 
Approaches that integrally associate power with knowledge, e.g. 
Foucault (1971), Bourdieu (1991), hooks (1994) and the edited collection 
by Stanley (1997b), support a pedagogy that is political and critical. 
Know ledge as a social construction is an outcome of relations of power, 
as .struggles between participants over the legitimacy of versions of social 
reality (Weedon 1999). These concepts are relevant for social work educa-
tion because they problematize 'curriculum' as a site of knowledge/power 
relations, rather than as a fixed entity which is representative of an absolute 
truth. 
Foucault (1971) argued that the relative instability of knowledge over 
time and place is associated with social, political, cultural and institutional 
relations, and agendas. Furthermore, the political processes and outcomes 
of knowledge also position identities as normal/abn6rmal in relation to 
knowledge and ways of knowing, and as objects and subjects of knowledge. 
In particular, knowledge is deployed as a strategy of power to regulate 
individual bodies and the body politic in achieving objectives of the liberal 
democratic state (Rattansi 1992). This analysis can be applied to social 
work knowledge because it problematizes how identities differentiated as 
'marginal' /'client', and 'central' /'social worker' also produces different ver-
sions of knowledge, some of which are legitimated and others are not. 
Abstract and macro-analyses of knowledge/power through education may 
be moved into the domain of micro-analysis and social transformation 
within the daily engagements in the 'classroom' between 'educators' and 
'students' (hooks 1994, Kothari 1997, Stanley 1997a). Bourdieu and 
Passeron's (1990) critique of how education maintains structural inequal-
ities includes what is taught (,the curriculum'); how it is taught; processes 
that validate certain ways of knowing and simultaneously invalidate others; 
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and the positions of 'students' in relation to educational structures and 
evaluative processes. Furthermore, key identities such as educators often 
represent dominant identities and cultural perspectives. For example, 
'white', middle class, male and heterosexual (Young 1990, Kothari 1997, 
Stanley 1997a). Particular knowledge domains also may become the pre-
serve of dominant cultural identities, for example, men in engineering or 
science (McNeil 1987, Lewis 1995), or women in social work, teaching or 
nursing (Harlow 1996, Christie 1998, Hugman 1998). These sociological 
influences resonate with Willis's (1996a) socially critical perspective of 
inclusivity as a political positioning of identities in relation to 'curriculum' 
as knowledge that are set out in Part 1. 
In the next two sections, I reflect on my experiences as a social work 
educator and how these have challenged my practices. These reflections set 
the scene for my discussion of how I, influenced by my professional and 
sociological perspectives of social work education, implemented the insti-
tutional policies on inclusivity. 
Complex meaning of inclusivity in relation to social 
work education 
Inclusivity in social work education suggests a more complex engagement 
between 'marginal groups' and educational structures and processes 
beyond the relatively simple issue of access to and participation in tertiary 
education, including social work courses, as ends in themselves. This pro-
fessional perspective of inclusivity articulates most obviously with Willis' 
(1996a, b) first and second perspectives of the inclusive curriculum as 
remediation of systemic barriers to access and participation. It also articu-
lates with anti-discrimination policies such as Equal Opportunity and 
Affirmative Action strategies by which previously 'marginal' groups can 
now participate in the academy, giving practical shape to the principle 
and objective of social justice. Bridging programmes, for example, assist 
individuals who are seen as less well equipped to participate successfully 
within the demands of the academy. These programmes are designed to 
inculcate students into the techniques of the scholar, and include topics 
such as, English language instruction, reading for comprehension, how to 
engage with (decipher?) essay topics, how to write academic essays, and so 
on. This training is limited in its effectiveness partly because participants 
continue to be marginalized as 'deficient'. 
Second, access and participation for 'marginal groups' becomes a means 
to an end, whereby tertiary education is a strategy for potentially increasing 
participation in employment and other socio-economic and political oppor-
tunities previously limited or denied. For example, participants 'in educa-
tion from traditional 'client groups' are legitimated through tertiary 
education to work on behalf of their own constituencies in achieving 
social justice, rather than being the objects of concern by others from 
dominant social groups. 
Third, through an inclusive curriculum, the voices of 'marginal groups' 
enter the academy through formal texts, usually heard only through aca-
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demically or professionally privileged voices whose versions may position 
'marginal groups' solely as objects of knowledge, rather than knowledge-
able, speaking subjects. Social work students may offer different ways of 
knowing about social problems and issues. Examples are Aboriginal peo-
ple's rights in relation to land or as the 'stolen generations' (Morgan 1987, 
Huggins 1991, Rintoul 1993, Lucashenko 1994), and the political engage-
ment 'of people with disabilities to achieve citizenship rights (Barnes 1996). 
Willis' (1996a, b) third perspective of the inclusive curriculum also fits 
within this social work 'professional' meaning of inclusivity: the redesign 
of curriculum, to include, for example, readings or guest speakers which 
present different perspectives. These practices do not address the practical, 
pedagogical and political problems ar~sing from 'attaching' different per-
spectives to the dominant or central legitimate version. 
Conflicts between professional requirements and 
inclusivity 
The social work profession's stated aim of educating students into profes-
sional knowledge, values and aims through a prescribed and accredited 
curriculum (AASW 1998), also challenges and often excludes different 
perspectives of what the values, ethics and aims of social work ought to 
be. For example, Briskman and Noble (1998) criticize social work ethics as 
transcending cultural and ethnic differences, and some (e.g. Davis 1985, 
Rhodes 1985), following Gilligan's (1982) controversial propositions of 
differences in moral development between men and women, argue for gen-
'dered differences as well. Additionally, the notion of a normative social 
work identity as well as legal considerations of duty of care, can produce 
tensions between a rhetorical acceptance of 'including' any individual as a 
social work student, and the practical difficulties of deciding 'who is fit to 
be a social worker'. For example, one of the issues identified in a national 
consultation by the Australian Association of Social Workers on a redrafted 
Code of Ethics was whether '... the question of ill-health, impairment 
or any other factor ... [is] likely to interfere with professional judgement or 
performance of duty. [ ... ] Presently restricted to "academic grounds" 
as basis for suitability of professional graduands [sic]' (Grace 1999: 18, 
original emphasis). 
Current approaches to inclusivity in social work education, e.g. George 
et al. (1998) and Ka Tat Tsang and George (1998: 74-76) present a 
restricted view of 'diversity' as pertaining to 'cross-cultural' ('race' and 
'ethnicity') issues. While 'multiple diversities' embodied in individuals 
are recognized (Ka Tat Tsang and George 1998: 77), they are given 
lesser importance. Furthermore, the primary focus on 'ethnic or cultural 
dimensions of their realities' (1998: 77, emphasis added), suggests that the 
'client' 'has ethnicity and culture' which the 'social work practitioner' (as 
ethnically and culturally normative) must engage through 'cultural compe-
tence' (Ka Tat Tsang and George 1998). 
I first became aware of these tensions in 1991 as a part-time social work 
educator at the University of Western Australia. A student who had 
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migrated from Vietnam in the 1980s via the 're-education camps) discussed 
an assignment with me. The main difficulty for him was the taken for 
granted assumption in an Australian social work course, of shared (and 
implicit) values about 'good' (ethical) social work practice (at least when 
writing essays?). In particular there was the expectation that challenges to 
governmental policies were preferred ways of achieving social change, 
rather than solely focusing on individual change and adaptation to 'the 
system'. These values contrasted starkly with his own experiences in a 
culture where anti-governmental stances as potential social work responses 
were punishable by imprisonment or death. Furthermore, the differing 
cultural assumptions about an individual's relationship to authority (repre-
sented by government) also posed a challenge for this student. 
In another context, an Australian Aboriginal woman expressed a sense 
of exclusion from professional identity, even when this had been officially 
conferred, in part because of different cultural knowledges and ways of. 
knowing (Tommy 1996). Bessarab et al. (1997) on the other hand, 
described how her perceived 'Aboriginal' identity was a qualifier of her 
social work identity. 'My social work self was perceived as inexperienced 
while my Aboriginal self was perceived as knowledgeable, experienced and 
"all knowing'" (p. 4). She was 'the new Aboriginal social worker ... ', rather 
than her preferred identity as 'the new social worker with an Abo.i~ginal 
background' (p. 4). Bruyere (1998: 169), writing from a Canadian 'first 
nations' perspective, sums up these apparently contradictory perspectives 
as 'ambivalence and turmoil ... for Aboriginal learners as their unique 
identity is both acknowledged and ignored as a minority voice'. 
For me, these professional issues and debates were extended by socio-
logical influences on my practices, which in turn suggested alternative 
pedagogical perspectives and practical strategies. 
In the next section, I as social work educator show how organizational, 
professional and sociological perspectives influenced my inclusive 
educational practices. The discussion that follows is informed by an 
assumption that educators as practitioners, like all practitioners, interpret 
organizational policies from within personal perspectives. Therefore, I am 
only able to reflect upon what influenced my practices as a social work 
educator, and wish to emphasize that in using this approach there is no 
intention to exclude or minimize the contributions and innovations of other 
individuals. 
Implementing an inclusive curriculum: a social work 
educator's practices 
The qualities identified by the University of South Australia as desirable in 
graduates, and paralleled at a number of other institutions, may also be seen 
as consistent with social work values and objectives. They are: 
• Operates with a body of knowledge of sufficient depth to begin pro-
fessional practice. 
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• Prepared for life-long learning in pursuit of ongoing personal devel-
opment and excellence in professional practice. 
• Is an effective problem-solver. 
• Can work autonomously and collaboratively. 
• Is committed to ethical action and social responsibility as a profes-
sional and as a citizen. 
• Communicates effectively in professional practice and as a member of 
the community. 
• Demonstrates an international perspective as a professional and as a 
citizen. 
University Guidelines to the inclusive aspects of each of these graduate 
qualities were developed as part of the Inclusive Curriculum Project 
(U niversity of South Australia 1998). These guidelines offer., for each grad-
uate quality, indicators of inclusivity, and also suggest generic educational 
strategies to enable students to demonstrate these indicators. That docu-
ment thus frames the organizational perspective for achieving the desired 
graduate outcomes, as well as providing preferred meanings of inclusive 
processes and strategies. _ 
As a social work educator engaging within this organizational perspec-
tive, and influenced by particular professional and sociological perspectives 
of knowledge, I show below some of the strategies to achieve inclusivity 
which I implemented in my teaching. 
Inclusive educational strategies implemented in selected subjects 
In this section, I identify and discuss my strategies for enabling students to 
achieve the university's nominated inclusivity indicators for five of the 
seven Graduate Qualities. 1 I also explain how these strategies were influ-
enced by my particular professional and sociological positionings set out 
above. In the text which follows, the statements of Graduate Qualities and 
inclusivity indicators are all extracts from the University of South 
Australia's 'Statement and Guidelines for curriculum inclusivity' (1998). 
Graduate Quality 1 
A graduate of the University of South Australia operates effectively with 
and upon a body of knowledge of sufficient depth to begin professional 
practice. 
Inclusivity indicators: 
• Demonstrate an understanding of the potential of the theories and 
perspectives of non-dominant groups to contribute to the field. 
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• Apply knowledge to a range of social and cultural contexts and 
demonstrate how particular ideas within a field of study have privi-
leged some above others. 
• Identify the potential of the theories, content and methodological 
approaches of the field to influence the needs, interests and perspec-
tives of non-dominant groups. 
• Recognize the social and historical influences on the development of 
the field and in particular the effects on specific social and cultural 
groups. 
• Demonstrate an understanding of the way the accepted approaches to, 
and outcomes of research have the potential to differentially affect or 
inform various social and cultural groups. 
In the subject Introduction to Social Policy, I aimed to achieve these inclu-
sivity indicators by emphasizing the importance of context in validating 
knowledge claims, for example in important content or topics for social 
workers, such as feminism, sexism, racism. (,Context' here includes place 
and time, culture and social, legal and political structures which regulate 
what is contextually normative.) My suggested strategies for inclusive 
teaching to develop Graduate Quality 1 are: 
• Challenge statements and opinions expressed as 'normal' or 'truths' as 
expressions of particular cultural and personal values-contr.ast for 
example the view that monogamous heterosexual relationships are 
normal, and bigamy is a crime, with mores in other cultures where 
polygamous heterosexual relationships are viewed as 'normal' and 
legally sanctioned. 
• Recognize that meanings of concepts may be located in time and 
place, and may therefore affect understandings of the ways that people 
(and groups) may be included and excluded from power and partici-
pation, e.g. women, Aboriginal people, different migrant groups. 
• 'Sexism' and 'feminism' need to be contextually understood. 
Legitimate and valued political objectives for women in Western con-
temporary societies (e.g. in respect of 'paid work') may be irrelevant 
and even inappropriate for women in, for example, India or Africa. 
Graduate Quality 2 
A graduate ... is prepared for life-long learning in pursuit of ongoing 
personal development and excellence in professional practice. 
Inclusivity indicators: 
• Understand the social and cultural dimensions of networks of knowl-
edge and be able to recognize their implications in locating, evaluat-
ing, managing and using information. 
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• Understand the partial and relative nature of their own knowledge and 
its construction in relation to their historical, social and cultural 
expenences. 
• Recognize the potential for enlarging their repertoire of learning styles 
" to include strategies appropriate in a range of cultural or social groups. 
e·Maintain a concept of self in relation to, and which is informed by, 
wider social and cultural perspectives. 
• Sustain an intellectual approach that embraces the changing social and 
cultural professional context. 
I addressed. Graduate Quality 2 by emphasizing the politics of knowledge in 
the subjects Introduction to Social Policy and Human Service Provision. 
Students were encouraged to use personal experiences as valid knowledge 
claims, connected to formalized knowledge, e.g. in textbooks. The strate-
gies I suggest below offer potential for Willis' (1996a, b) approach to indi-
vidual and political positioning in relation to knowledge claims. 
• Encourage the grounding of learning in personal experiences and then 
conceptualizing from those experiences, e.g. an 'auto/biographical' 
(Stanley 1992) approach to policy analysis. 
• Invite students to locate and recommend resources relevant to the 
subject in addition to those recommended by the lecturer. 
• Validate personal experiences as (ways of knowing' and opportunities 
for reflection, to promote critical practice and knowledge develop-
ment. 
Graduate Quality 3 
A graduate ... is an effective problem solver, capable of applying logical, 
critical, and creative thinking to a range of problems. 
Inclusivity indicators: 
• Use analysis and synthesis techniques relevant to particular social and 
cultural contexts. 
• Define and analyse researchable questions from a range of social and 
cultural perspectives and positions of interest. 
• Recognize the cultural and social embeddedness of problems with 
respect to both their conceptualization and solution. 
In the subjects Human Service Provision and Social Analysis and Practice, I 
implemented Graduate Quality 3 's inclusivity indicators by inviting stu-
dents to engage with the different ways in which social issues may be 
understood as 'problems' (or not), with corresponding 'solutions'. By 
showing the politics of knowing in practice, I linked Willis' fourth perspec-
tive Ca particular sociology of knowledge), with professional practices and 
objectives. The strategy I suggest here is: 
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• Through case studies, offer opportunities to reflect on the complexity 
of social work practice, that there are no definitive 'answers' or single 
ways of problem solving. 
In the subject Human Service Provision, I employed another strategy, to 
link professionally validated practices called 'reflection-on-action' and 
'reflection-in-action' (Schon 1988) to the organizationally validated grad-
uate quality of critical and reflective thinking, which was to: 
• Encourage reflective thinking-while stating opinions, critically 
reflecting on what is being said as well as the underlying assumptions. 
The value of aiming to develop Graduate Quality 3 through an inclusive 
curriculum is that, from a professional perspective, practitioners are 
encouraged to reflect continually and critically upon their own practices, 
including their ethical and political engagement with service users and 
colleagues. 
Graduate Quality 5 
A graduate ... is committed to ethical action and social responsibility as a 
professional and as a citizen. 
Inclusivity indicators: 
• Demonstrate a personal ethical position that includes the recognition 
and valuing of social and cultural diversity. 
• Contextualize the social and cultural origins of technologies and 
demonstrate their differential impact on particular groups in society. 
• Demonstrate any links between 'value-free' and 'merit-based' deci-
sion-making and social inequality. 
• Recognize the social and cultural issues associated with environmental 
sustainability. 
• Demonstrate the social and cultural dimensions of community 
responsibility. 
I included ethical action and social responsibility in my statements of phi-
losophy as to how subjects would be taught. The importance of 'inclusivity' 
in education and as a shared set of values between myself as 'educator' and 
the 'students' was also made explicit. For subjects such as Introduction to 
Social Policy, Legal, Economic and Political Systems, and Social Analysis 
and Practice, my statements of philosophy, also linked the organizational, 
professional and sociological influences, of my approach to teaching' ~hese 
subjects. To summarize, my suggestion for achieving Graduate Quality, 5's 
inclusivity indicators are: 
• Include a statement in all subject outlines of professional values and 
ethics underpinning the teaching of subjects, including the valuing of 
diversity and ways of knowing. 
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Graduate Quality 6 
A graduate ... communicates effectively in professional practice and as a 
member of the community, 
Inclusivity indicators: 
• Demonstrate an understanding of the links between literacies, and 
social and cultural experience. 
• Demonstrate an understanding of relevant social, cultural and inter-
personal communication issues in socially and culturally diverse 
groups. 
• Value and promote forms of communication from less dominant 
groups. 
In the subject, Introduction to Social Policy, I employed teaching strategies 
that allowed for recognition of marginalized knowledge and offer the poten-
tial for exploring the political positioning of individuals and groups in 
relation to formalized knowledge. My suggested strategies are: 
• Recognize that concepts and taken-for-granted language must be 
understood within contexts of time and place, e.g. 'national identity', 
'citizenship', 'Australian', 'racism'. 
• Use students' personal stories and experiences as 'service users' as 
ways of recognizing that we are all 'clients' and to connect to our 
common humanity and citizenship. 
• Use students' personal stories as connections to the experiences of 
others, to understand that 'private troubles' are 'public issues' and 
the 'personal' is 'political'. 
The range of inclusive strategies discussed above in relation to Graduate 
Qualities are clearly not particularly unusual or outside the experience of 
most social work educators. However, their linkage to organizational, pro-
fessional and sociological perspectives of 'inclusivity' gives them a parti-
cular meaning and focus. 
{Speaking up' to {the organization' 
My response to the university's agenda on inclusive education was more or 
less successful in terms of students' engagement, although there were also 
many instances where the intention did not match the outcome! However, I 
have identified a number of organizational and policy issues which have 
arisen through reflexive engagement with my practices as an academic, 
positioned within particular professional and sociological perspectives, 
that create tensions in implementing an inclusive social work curriculum. 
These issues are beyond the reach of anyone educator and therefore must 
be considered by those 'collectivities of individuals' who represent various 
aspects of 'the organization'. 
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The first issue is how to incorporate a social constructionist perspective 
of knowledge within an organizational context constrained by political 
('economic rationalist') agendas in which knowledge (,education') is a mar-
ketable commodity, locally and overseas; and students themselves have 
become economic units, under the banners of equity and internationaliza-
tion. A second issue, related to the first, is how to incorporate a social 
constructionist perspective of knowledge in relation to students as 'custo-
mers' whose expectations of 'value for money' do not necessarily coincide 
with a different political and pedagogical perspective of 'getting an educa-
tion'. Third, I wonder almost continually how best to engage with different 
perspectives associated with different and diverse student identities, as 
individuals and as representatives of social groups. Fourth, there is a pro-
fessional issue: how to reconstruct a social work curriculum which tradi-
tionally positions 'undervalued groups' as 'clients' (Wilkes 1981), as 'them' 
(as objects of knowledge), in relation to 'us' as social workers (practitioners 
and educators) (Simpkin 1983), when social justice, equity and inclusivity 
potentially or actually blur these traditional boundaries at the academy and 
in practice. A fifth issue relates to how the taken for granted physical 
structuring of educational space may impede effective inclusion of all- par-
ticipants. For example, students sit in rows in classrooms, with all teaching 
aids such as white/blackboards and audiovisual equipment fixed arid at the 
front of the room. This may be culturally inappropriate, may severely limit 
participation by students with hearing disabilities, and certainly reinforces 
the structural inequalities between 'lecturer' and 'student(s), identities. 
Finally, I am continually aware of student (and colleagues') responses to 
my identity as 'lecturer', as constant challenges to its legitimacy, and what 
this may mean for implementing an inclusive social work curriculum. In 
particular, I attribute these struggles to my own visibly embodied identities 
(woman, Asian) which may transgress dominant images of the legitimate 
lecturer for example, as white and/or male (e.g. Simmonds 1992, Williams 
1993, Kothari 1997, Stanley 1997 a). -
Conclusion 
This 'personal story' of an educator located within a particular organiza-
tional response to developing an inclusive curriculum has relevance beyond 
'the personal' and 'idiosyncratic' to wider international debates and 
agendas in relation to inclusivity at the academy, particularly in relation 
to social work education. We have identified a variety of perspectives of 
inclusivity that are the focus of international debate about inclusive educa-
tion, and discussed their implications for inclusive social work education in 
practice. We have identified and described the institutional issues asso-
ciated with the implementation of an inclusive curriculum policy at a par-
ticular organization, the University of South Australia. In particular, we 
showed how 'inclusivity' has different meanings, often operating simulta-
neously and sometimes, implicitly. We also showed through the self-
reflexive voice of an educator's 'personal story' how inclusivity in social 
work education was implemented as a set of practices influenced by the 
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particular interpretations of policy made by that educator. The personal 
story showed the complexity of positioning in relation to other personal 
stories, a particular pedagogy and organizational policies and structures of 
inclusivity. This approach to implementing an inclusive curriculum 
extends understandings of how policies and their effectiveness may best 
be ',appreciated through a focus on practices by individual educators. 
Traditional statements of compliance such as statistics profiling the parti-
cipation of particular targeted groups (e.g. women, ethnic minorities or 
people with disabilities), do not necessarily explore the experiences of par-
ticipation by marginal groups. Nor do statistics of representation and reten-
tion address possible explanations for attrition or 'failure'. An exploration 
of educators' practices and their assumptions about students may go a long 
way towards addressing justice within tertiary education and. beyond. 
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Notes 
1. At the time, the links between the Graduate Qualities, the inclusivity indicators and suggested social 
work teaching strategies were, for ease of reference, summarized in a tabulated document, an extract 
of which is in table 1. That extract summarizes strategies suggested by some of my colleagues at the 
University of South Australia for using an inclusive curriculum to develop Graduate Qualities 4 and 
7, omitted in the main text of this paper, which discusses the remaining Graduate Qualities, but 
without the tabulation. 
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